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How do student teachers learn to use informal learning and pedagogy in their teaching? Through focusing on Initial Teacher Education (ITE) in England, this paper will explore the possibility of developing a meta-pedagogy which embraces informal learning and pedagogy in music. The paper is in two parts, the first of which examines the background to Informal Learning and Pedagogy (ILP) in English music education and some attendant issues surrounding initial teacher education. The second will report on some approaches to developing a meta-pedagogy for ILP in music, before speculating on future areas for research in music ITE. The concepts of 'living' and 'excavating' learning will be proposed as important meta-pedagogical tools in the process of student teachers learning how to teach music.

I n t r o d u c t i o n
In recent times, informal learning and pedagogy has become a significant theme in English music education, emanating from a concern that the 'ownership' of musical learning should be firmly located with pupils. The emerging pedagogical models have characterised music teaching as facilitation over instruction, co-construction of the curriculum over 'delivery '. This shift demands new skills, knowledge and understandings (both pedagogical and musical) 
and as a consequence questions arise about the development of music teachers and the ways in which they learn how to teach. This paper will focus on Initial Teacher Education (ITE) and explore the possibility of developing a meta-pedagogy which embraces Informal Learning and Pedagogy (ILP) in music. Meta-pedagogy here refers to the pedagogy for learning pedagogy.
The paper is in two parts the first of which examines the background to (ILP) in English music education and some attendant issues surrounding initial teacher education. The second will report on some approaches to developing a meta-pedagogy for ILP in music, before speculating on future areas for research in music ITE. ' (Green, 2008, p. 24 T h e n a t u r e o f i n f o r m a l l e a r n i n g
This work has spawned an approach to informal learning, where pupils have control of the musical knowledge they construct, and has offered a vision for a new pedagogy. The role of the teacher in this version of informal pedagogy is, in the first instance, one of observing the pupils making self-directed music. Teachers are then asked to 'empathise
The nature of informal learning can only be fully understood in relation to formal learning. Folkestad (2005) J o h n Fi n n e y a n d C h r i s P h i l p o t t 
I m p l i c a t i o n s f o r t e a c h e r e d u c a t i o n a n d o n g o i n g p r o f e s s i o n a l d e v e l o p m e n t
Initial Teacher Education
If the implications of informal learning and pedagogy are to make a real impact, the music education of music teachers needs to embrace these principles, not as a commodity, but integrated into the heart of what it means to learn how to teach music. Some teacher education programmes now unselfconsciously embed opportunities for self-and peerdirected learning thereby modelling and 'living' the informal process. We would like to suggest that the most effective ITE in musical learning and pedagogy is that which employs the insights we are beginning to gain about the material nature of learning through a metapedagogical approach. Formal learning about informal learning is a contradiction that risks the moment of informal learning remaining 'buried' and can result in a short-lived as opposed to long-term impact on the habitus of developing music teachers. However, for the lived informal experience to be known and valued there will need to be a process of 'excavation' through reflexive practice.
' E x c a v a t i n g ' i n f o r m a l l e a r n i n g J o h n Fi n n e y a n d C h r i s P h i l p o t t 
(i) those who find a 'dissonance' with the implications of this way of working and who do not break or morph their habitus; (ii) those who work though a productive dissonance and adapt their habitus (on a continuum from epiphany to gradual change
(i) unresolvable dissonances; (ii) adaption (including epiphanic moments).
J o h n Fi n n e y a n d C h r i s P h i l p o t t
The five were selected as representative of the group as a whole in terms of musical background and response to the tasks. In what follows description and analysis of the student-teachers' first day encounter with informal practices introduces Victoria and prepares the way for focus on Anthony, Ivan, Stephanie and Jo.
Fi r s t e n c o u n t e r I n f o r m a l l e a r n i n g a n d m e t a -p e d a g o g y i n i n i t i a l t e a c h e r e d u c a t i o n i n E n g l a n d I v a n l e a r n s i n s i d e t h e m u s i c '. Ivan noted, 'sometimes it works, and sometimes it doesn't' (Ivan, audio commentary: 1.11.08 ). D i s s o n a n c e s a n d r e s o l u t i o n s
At their first meeting, on the first day of the course, the group of 20 were soon at ease, getting to know each other and good humoured as the Salsa dancing progressed. Who would prove to be the 'knowledgeable other', for it was unlikely to be the University tutor? The role of the tutor was to find ways of moving the learning forward and to look for models, leaders and whatever ways forward suggested themselves. In the days that followed the group came to expect more Salsa as leaders emerged and enthusiasm grew. The initial Salsa dancing had created an environment conducive to further social activity and enquiry. From dancing the group moved to making music with their own instruments that in large part defined their musical identities. The four listening and copying groups were quickly into musical action. What was easily observable was a good deal of analytical listening and re-listening, times of coaching each other through demonstration of what had not been mastered accompanied by the occasional verbal prompt and confirming words and gestures. There was constant rehearsing of what was being learnt and there was refinement. There was also in one case moments of playful subversion of the task as Victoria reports below. After 45 minutes there was readiness to perform to other groups. Victoria had brought her viola to the session and tells what the experience was like for her: I was learning about my capability to tackle such a task and finding ways of negotiating help from others in the group when I needed it. This involved somebody showing me explicitly what I wasn't getting or simply watching more carefully until I did get it. I knew that in these situations there is always a leader to emerge. In this case it was
M o v i n g o n
A d a p t i o n a n d e p i p h a n i e s
It was to be Victoria, Ivan and Anthony who represented the most adventurous group wanting to freely explore and learn from each other's musicianship. This appeared to be an attitude led by the wide-ranging experience of Ivan
For Stephanie the taster task was daunting:
I was not excited about the prospect of this activity, but with support it became manageable and enjoyable. (Stephanie, audio commentary: 3.11.07) Stephanie admits that this was not a way of learning that she had experienced before. (Jo, audio commentary: 3.11.08) J o h n Fi n n e y a n d C h r i s P h i l p o t t 
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